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English as a second language (ESL) classes in order to bridge the gap in their education and to build the language skills necessary to secure employment. ESL classes provide a welcoming community within which this marginalized population can actively participate in language learning as they adjust to a new environment.
Yet participation in ESL classes is not always feasible, even in New
York City, the most populous city in the United States with one of the largest immigrant populations. In 2006, the number of individuals in need of adult ESL courses in New York City was estimated to be 1 million, yet far fewer were able to enroll in these courses because of the lack of availability and wait times ranging from several months to 2 years (Tucker, 2006) . In light of the lengthy wait time to enroll in citywide ESL classes, refugee resettlement agencies, which provide ESL instruction primarily for their clients, become an invaluable resource.
For refugees who are trauma survivors, there are few ESL programs in the United
States designed specifically for them; however, the Urban
Hospital1
Program 
Teaching Challenges in UHPSOT ESL Classes
Within this unique community of practice, there are many challenges.
However, there are two primary issues that the ESL program at UHPSOT faces on an ongoing basis: the transience of both teachers and students, and the influence of students' current emotional state and prior psychological issues on the structure of the ESL classes.
As mentioned above, the fluidity in student attendance may have some positive effects for students by allowing them to serve as experts for new comers; however, the instability in attendance of both students and teachers impacts the program in a negative way. Students grow to trust and rely upon teachers, but because the program can only hire teachers on a volunteer basis, the door is one that constantly revolves. As soon as a teacher leaves, there is a significant drop in student attendance. In the authors' study of adult basic education and ESL classes, they found
that absenteeism and open-enrollment policies presented an environment in which other students were less inclined to attend class and teachers had greater difficulty maintaining a sense of continuity in instruction. Thus in the case of UHPSOT, students would perhaps respond better to a concrete ending of one cycle, evaluation, and the beginning of another, but the program is hesitant to turn away clients who are eager to begin classes for fear that the "rejection" may result in a recovery setback.
This leads to the second critical problem in UHPSOT's ESL classes, which is the delicate, and often difficult, balance between the students' emotional and psychological state and the structure of the community and classroom. As a result of the current revolving door policy, attendance ebbs and flows, and there are no formal evaluations to give a student a feeling of accomplishment when they progress from one level to the next. Because there are no formal evaluations, true beginner English speakers will join a pre-existing class, thus slowing down the other students' progress. Moreover, there is the constant feeling among teachers that they should not pressure students and create a stressful environment. As Krashen (1982) explains in his Affective Filter Hypothesis, students will be better able to learn a second language when they are relaxed, uninhibited, motivated, and free of anxiety.
However, the result of this stress-free classroom is that students' progress is difficult to track and teachers are consistently burdened with the task of lowering students' already heightened anxiety.
Solutions Fostering Trust and Building Confidence
Teachers in programs with refugee trauma survivors can take measures that will help to foster trust without altering the ways in which an ESL program is structured. Baier (1986) argues that a trusting relationship is often dissolved by an imbalance in power and the subsequent feelings of vulnerability. Refugee trauma survivors, in particular, feel disempowered because of their prior experience with violence and the fact that they were forced from their home countries. Thus a slow, sustained effort to rebuild trust in this population is crucial. By doing so, students will come to see themselves as equal members of the classroom, and teachers will create a more effective community of practice.
In order to create an environment in which students feel empowered, teachers should be mindful of the physical space within the classroom.
Rooms with few windows and a tightly shut door may make a student feel that he or she has a lack of control. Leaving the door ajar or pointing out a nearby bathroom or water fountain will help the student experience a greater sense of agency rather than vulnerability (Isserlis, 2000 Many adult ESL programs strive for authentic instruction by using student-generated texts and topics chosen by the students themselves.
Purcell-Gates, Degener, Jacobson, and Soler (2002) note, however, that too often authentic materials used in adult education "become increas ingly distanced from the lives of individual students" (p. 74). To ensure this authenticity, particularly when working with adult refugees, Weinstein (1984) argues that one must examine learners' daily lives in order not only to understand from where second language input comes, but also to gain a greater understanding of the learners' literacy needs.
In the UHPSOT ESL classes, authentic instruction is interpreted as instruction that is culturally relevant and meaningful for the students.
Rather than utilize materials that have little relevance to students' lives, teachers strive for a learner-centered approach that incorporates learners' linguistic interactions outside the classroom. Students are encouraged to discuss issues of importance like family and also more pragmatic topics like employment. Teachers then respond accordingly to students' needs. For example, because many students in the UHPSOT ESL classes are interested in becoming taxi cab drivers in New York City, teachers have developed lessons around city maps and common questions on driver license exams.
Yet teachers in UHPSOT are mindful of the ways in which they utilize authentic instruction. As Hodge, Pitt, and Barton (2004) note in their research with asylees and refugees in ESL classes in England, students may wish to discuss highly emotional topics in class, the ramifications of which many teachers may not be equipped to handle. Thus the teachers in UHPSOT have found that focusing on competency-based approaches helps to keep students in the present rather than returning to a painful past. Teachers hope that by helping students to focus on their present circumstances they will gain the confidence to thrive in their new environment and their frustration and anxiety will not serve as a barrier to language learning.
Addressing Cognitive Difficulties
Whereas there are resources to aid teachers in the establishment of a safe classroom environment as well as to assist teachers in incorporating students' needs when designing curriculum, it is difficult to address how teachers can help students to cope with cognitive difficulties. Since both short-and long-term memory play a crucial role in language acquisition, teachers should primarily be aware that students' difficulty recalling information or comprehending text is not the result of a lack of preparation for class, but rather the result of memory impairments, which are often the result of PTSD. Teachers in the UHPSOT ESL program continue to explore various teaching methods that help students with the retention of new information. While many of these techniques are common in mainstream ESL classes, they are of particular importance when teaching students with cognitive difficulties.
For beginner-level students, repetition is a key factor in fostering second language acquisition. Review of the same terms in each class give students a sense of consistency and help reinforce the material. Further, providing students with flashcards that they can utilize at home will also help students to memorize key terms and phrases. given several different prereading strategies. For example, the teacher can help students to brainstorm on a particular subject before they read.
This will activate students' schema and help them to begin to think about a topic so they can better comprehend the text (Schoenbach, Greenleaf, Cziko, 8c Hurwitz, 1999) . Additionally, students could bring in their own reading material at an appropriate level to help familiarize them with the subject as well as further encourage their enthusiasm in the topic.
Teacher Training
In UHPSOT there is rarely the time or the resources for specialized teacher training, so training for this group has been expansive enough to address the various educational and professional backgrounds of the teachers. However, in an organization with more abundant resources, training that is specifically tailored to the teachers' individual needs may be beneficial. For example, many of the volunteer teachers in UHPSOT have experience in the field of human rights rather than in TESOL. 
